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Abstract
Teachers in classrooms with students who engage in challenging behavior often
experience high levels of stress and may leave the profession. Few research studies have
evaluated interventions to decrease teacher stress. Therefore, this study assessed the use of
Acceptance and Commitment Training (ACTr) with teachers for decreasing stress and increasing
positive interactions with students. The ACTr intervention consisted of both a one-time training
and subsequent activities throughout the intervention phase of the study. Two self-report
measures were administered during baseline and post follow-up observations. These self-report
measures provided information on the levels of psychological distress the teachers were
experiencing and levels of their stress. Additionally, direct observation data was collected on
teacher positive and negative interactions with students across all phases of the study. Results
indicated a slight increase in positive interactions with students from pre- to post-intervention
and a decrease in negative interactions that also maintained at follow-up.
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Chapter 1: Introduction
A multitude of research has shown that teaching is one of the leading occupations
correlated with high-stress levels in the workplace (Engelbrecht et al., 2003). Stress in teachers
can be caused by a variety of environmental variables, such as lack of administrative support,
state mandates, teachers’ perception of frequent schoolwide changes, and students’ challenging
behavior (Haydon et al., 2018). In an analysis of the various sources of stress amongst teachers,
the responsibility for managing students’ challenging behavior was the second most common
stressor reported (Haydon et al., 2018). Additionally, research has suggested stress may create a
sense of inadequacy amongst staff which may hinder one’s satisfaction in their job (Haydon et
al., 2018). Research also suggests that job-related stress may affect performance quality, the rate
of absenteeism, and the probability of resignation (Kebbi & Al-Hroub, 2018). In addition to
effects on behavioral responses, stress may also have damaging effects on one’s physical and
psychological health (Haydon et al., 2018; Kebbi & Al-Hroub, 2018).
Over the course of the past four decades, researchers have investigated various strategies
that could potentially reduce teacher’s stress. One study evaluated the use of meditation and its
impact on teachers’ perception of stress (Anderson et al., 1999). Anderson et al. (1999) used a
pretest/posttest control group design to measure teachers’ levels of stress and burnout. They used
two self-report measures: the The Index of Teaching Stress (ITS; Greene et al., 1997) and the
Maslach Burnout Inventory (MBI; Maslach et al., 1993). Participants answered these self-report
measures prior to and after completion of the five-week meditation program (Anderson et al.,
1999). All participants’ mean scores on the posttest showed a slight decrease in teachers’
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perception of stress after the meditation intervention when compared to the mean scores of the
pretest, with an additional drop in scores observed at a follow-up observation (Anderson et al.,
1999). Similar to Anderson and colleagues, Kaspereen (2012) studied the effects of a relaxation
training with teachers and the impact it had on reducing teachers’ stress. The study was
conducted in a group design and utilized three survey questionnaires: Perceived Stress Scale
(Cohen & Williamson, 1988), Professional Life Stress Scale (Fontana, 1989), and the
Satisfaction with Life Scale (Diener et al., 1985; Kaspereen, 2012). Results indicated the
relaxation training was successful in decreasing stress levels (Kaspereen, 2012). Keyes and Dean
(1988) studied the effects of stress inoculation training (SIT; Meichenbaum, 1977), which is a set
of procedures created to reduce or prevent maladaptive behaviors caused by stressors. The study
used a self-report measure, The Angry Inventory (Novaco, 1975), to measure the amount of
anger reactions one had to a variety of stressful situations (Keyes & Dean, 1988). Results of the
study showed a decrease in scores for the SIT group and an increase in anger scores for the
control group across both male and female participants (Keyes & Dean, 1988). Additionally,
many studies have investigated the impact of mindfulness training with stressed teachers. Roeser
et al. (2013) conducted an eight-week mindfulness training in a randomized waitlist control
design. The participants’ cortisol levels, blood pressure, and pulse rate were measured along with
nine surveys that measured their mindfulness skills, their occupational self-compassion, stress,
burnout, their levels of anxiety and depression, and the number of absences they had (Roeser et
al., 2013). Teachers reported less feelings of stress and burnout at the end of the eight-week
training and again at a three-month follow-up; however, results showed a very minimal effect on
participants’ cortisol and blood pressure levels (Roeser et al., 2013). Similar to the Roeser and
colleague’s study, Flook et al. (2013) conducted a mindfulness training to reduce teachers’ stress.
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Each participants’ level of cortisol was measured, in addition to five self-report Likert scales
(Flook et al., 2013). These indirect measures provided each participant’s level of psychological
distress, mindfulness and self-compassion, burnout, and sustained attention (Flook et al., 2013).
Researchers also used a rating scale code system to measure the teachers’ level of positive
teaching behavior (Flook et al., 2013). At post training, participants reported lower levels of
psychological symptoms and burnout; their cortisol levels were flattening, and observers saw
improvements in teachers’ classroom behaviors (Flook et al., 2013). Beshai (2016) conducted a
mindfulness training study as well; however, they only used self-report measures. These scales
measured each participant’s level of stress, well-being, mindfulness, and self-compassion
(Beshai, 2016). Results indicated that teachers’ reported stress levels decreased, and well-being
levels increased (Beshai, 2016). Additionally, Gold et al. (2010) conducted a mindfulness
training with teachers in which they used various self-report scales to measure emotional status
and stress levels. Results showed that 70% of the participants reported lower levels of stress post
training, 20% reported an increase in stress levels and 10% reported no change (Gold et al.,
2010). Mindfulness-based interventions have shown some positive results in teacher reports of
reduced levels of stress, however no known studies have collected data on observable classroom
behaviors of teachers such as interactions with students.
One method that shows promising results in managing maladaptive reactions to stressors
is Acceptance and Commitment Therapy (ACT; Brinkborg et al., 2011; Flaxman & Bond, 2010;
Kent et al., 2019). ACT is a language-based treatment that utilizes mindfulness-based practices
targeting private events that influence overt behavior through a six-step model (Issen et al., 2021;
Little et al., 2020). This model is referred to as the ACT hexaflex and is comprised of the
following six processes: Acceptance, Values, Self as Context, Present Moment Awareness,
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Committed Action, and Defusion (Hayes et al., 2006). All of these processes work in conjunction
to improve the individual’s psychological flexibility and decrease experiential avoidance (Hayes
et al., 2006). Hayes et al. (2006) defines psychological flexibility as the ability to engage in
behaviors related to their physical environment. For example, someone with depression or
anxiety would most likely have more psychological inflexibility, especially if they engage in
behaviors to escape feelings of depression or anxiety. These behaviors they engage in to escape
these private events are referred to as experiential avoidance (Hayes et al., 1996). Hayes et al
(2006) defines experiential avoidance as the tendency to engage in behaviors that attempt to
control the form and frequency of aversive private events.
Although ACT is a therapeutic model, it can be modified and used as a training in work
settings (Saint, 2019). ACT training will be referred to as ACTr. Several studies have been
conducted using ACTr with parents (Hiley, 2013), direct service professionals (Pingo, 2010;
Pingo et al., 2020), and with ABA therapists (Saint, 2019). Hiley (2013) conducted an ACTr
with parents of children with special needs; however, there was little to no change observed in
the parents’ reported stress levels from baseline to post training. Pingo et al. (2020) used written
and verbal feedback prior to the ACTr with direct service professionals (DSP). There was an
increase in engagement post intervention, and with the addition of the ACTr, engagement
increased slightly (Pingo et al., 2020). Though feedback was successful in improving DSPs’
work performance, the self-report measures showed either an increase or no change in their
stress levels (Pingo et al., 2020). Another limitation of this study is the inability to conclude if
ACTr alone was effective in changing work performance due to the study using more than one
independent variable. Pingo (2010) evaluated the effects of performance enhancement
intervention (PEI) and an ACTr program to enhance the effectiveness of the PEI. Results showed
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PEI was successful in increasing job performance, but the group receiving PEI plus ACTr had a
higher increase in job performance than those that only received the PEI (Pingo, 2010). Much
like Pingo et al (2020), it cannot be concluded if ACTr alone can impact one’s performance.
Additionally, the self-report measures used had little change from pretest to posttest (Pingo,
2010). Saint (2019) was successful in decreasing reported stress and improving psychological
flexibility in behavior technicians; however, the ACTr was not successful in increasing the
frequency and duration of engaging in conversation on client’s progress and behavior plan with
parents. Palilunas (2015) conducted an online ACTr with school faculty. Researchers
administered three self-report measures: AAQ-II (Bond et al., 2011), work-related acceptance
and action questionnaire (Bond et al., 2013), and MBI. The researcher measured the teachers’
performance on the ACTr courses, but teachers’ performance in the workplace was not observed
during this study (Palilunas, 2015).
As indicated, there have been many studies evaluating various techniques to decrease
teachers’ stress, yet little of that research has collected objective observable data on the effects
teachers’ stress has on performance in the classroom. ACTr research has demonstrated that ACTr
can improve staffs’ reported performance with the addition of other interventions (Pingo, 2010;
Pingo et al., 2020) and improve staffs’ psychological flexibility (Saint, 2019). However, there is
little research supporting ACTr capability of improving workplace stress and improving
workplace performance, especially with teachers. Additionally, there is little research that has
evaluated the efficacy of ACTr alone. Therefore, the purpose of this study is twofold: 1) to
determine if ACTr is capable of decreasing perceived workplace stress and improve
psychological flexibility in teachers and 2) if ACTr will improve teachers’ interactions with their
students.
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Chapter 2: Method
Participants, Setting and Materials
This study was conducted at a public elementary school in Southwest Florida. Teachers
could partake in the study if they were a teacher in general education, self-contained classrooms,
or a paraprofessional that worked with students with developmental disabilities or emotional
behavior disorders. Each teacher that volunteered to participate and signed informed consent was
required to take a psychological flexibility measure (the Acceptance and Commitment Action
Questionnaire) and a stress level measure (Index of Teaching Stress). Once teachers signed
informed consent, an observation was conducted to determine eligibility to participate in the
study. Teachers were considered eligible to participate if, during a 30-min observation, less than
10 positive interactions were observed and at least two negative interactions were observed. The
participants in this study were two female teachers recruited from a public elementary school in
southwest Florida. Participant 1, referred to as Angelica, was a second-grade general education
teacher with 25 years of teaching experience in the general education classroom. Participant 2,
Eliza, was a special education teacher and had been teaching for 9 years. Eliza’s experience
included substituting in special education classrooms and general education classrooms and for
the past two years working full-time in a varying exceptionality classroom.
Trainings and activities took place in the teacher’s classroom or a private conference
room, and observations occurred in the teacher’s classroom. Each ACTr training took place
during, before, or after school hours. During the training sessions, the researcher presented a
PowerPoint presentation on ACT to the teacher and provided the teacher with a hardcopy of the
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PowerPoint slides for them to take notes on. Activities took place during the last 10- to 15-min
during the teachers’ planning period or lunchbreak and were followed by a 30-min class period
observation. The Countee application was used to take frequency-within-interval data on positive
and negative interactions between teachers and students during the observation sessions.
Additionally, materials such as a paper and pencil were needed for some daily ACT activities
during the intervention phase.
Dependent Variables
Psychological Flexibility
A goal of ACTr is to increase an individual’s psychological flexibility in the presence of
aversive stimuli (Hebert et al., 2021). A common indirect measure used to measure one’s
psychological flexibility is the Acceptance and Action Questionnaire-II (AAQ-II; Bond et al.,
2011). With the AAQ-II, participants rate seven statements such as “My painful experience and
memories make it difficult for me to live a life I value,” “I am afraid of my feelings,” and
“Emotions cause problems in my life” on a Likert type scale ranging from 1 (never true) to 7
(always true). The individual’s psychological flexibility rating is then determined by adding up
each item’s score (for example the individual scored a 7 for four of the questions, a 5 for two,
and a 3 for one giving them a score of 41), with higher scores indicate greater inflexibility (Bond
et al., 2011). The researcher administered the AAQ-II questionnaire twice for each teacher, prior
to baseline and after the follow-up condition (see Appendix A).
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Teacher Stress Levels
A goal of this study was to decrease stress levels in teachers and improve their work
performance that may be affected by their stress levels. The Index of Teaching Stress (ITS) is a
90-item Likert scale that is conducted in two parts (Greene et al., 1997). Part A measures
teachers’ response to student behavior, as in the degree to which they found problematic
behaviors stressful (Green et al., 1997). Part B measures the teachers’ perception of interactions
and self-efficacy, meaning a) the perception of the impact of students on the teacher and their
teaching process, b) their sense of satisfaction and level of efficacy they have with working with
these students, and c) the nature of the teachers’ interactions with other adults involved with
those students (Greene et al., 1997). Both portions of this indirect measure were administered to
each participant prior to baseline and after follow-up (see Appendix B).
Positive Interactions
During the 30-min classroom observations, frequency within 1-min interval data of
positive interactions between the teacher and all of their students was collected. To prevent
possible confounding variables, the teachers were not made aware of what specific behaviors
were being measured. Rather, the researcher informed the teacher that they were there to observe
their interactions with their students. Positive interactions were defined as any instance in which
the teacher provided praise to a student noncontingent on their work (e.g., “you’re having such a
great day today”), provided help when students requested help, provided prompts to students to
continue working (if the prompt contained a threat it was scored as a negative interaction e.g,
“get your work finished or you will lose points”), used pivot praise towards students engaging in
desired behavior (e.g., I love how student X is sitting nicely in their chair waiting for instructions
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to be given”), and/or smiled at or engaged with students during free time (engagement included
instances in which the teacher initiated conversation with students; e.g., asking how the students
day was going, if they were excited for the weekend, etc.).
Negative Interactions
Along with collecting data on positive interactions, the researcher also collected
frequency within 1-min interval data on negative interactions. Again, to minimize the likelihood
of any confounding variables, the teachers were not made aware of what behaviors were being
measured by the researcher. Negative interactions included any instance in which the teacher
rejected requests for help by the student (e.g., ignoring a hand up or saying “no”), redirected the
students to a task or activity by providing a negative comment or inappropriate item (e.g., “You
haven’t done anything today” or waking a sleeping student up by banging a ruler or book against
the table), yelled at a student above a conversational volume, argued with a student or
reciprocated negative comments from a student, threatened to remove items or activities from the
student, engaged in personal activities (on their phone, at their desk) during instructional time, or
attended to conversation/gossip with other teachers/administrators in front of students (e.g.,
“Wait until you hear what student X did today”). Instances that were not scored as positive or
negative interactions were any instance in which teachers were implementing procedures in
accordance with students’ IEPs.
Interobserver Agreement (IOA)
One research assistant was trained on how to score a positive versus a negative
interaction. The research assistant was provided with a hardcopy of the operational definitions of
positive and negative teacher-student interactions. The research assistant was trained on data
collection via role play scenarios. For Angelica interobserver agreement (IOA) data was
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calculated for 33% of all sessions. IOA was calculated for 31% of all sessions for Eliza (baseline,
intervention, and follow-up). The trained research assistant was present in the classroom to
collect IOA data. During sessions in which both the researcher and research assistant were
present, they both collected data on frequency within 1-minute interval of positive and negative
interactions the teachers engaged in with their students. The level of agreement was calculated
by dividing the number of interval agreements by the total number of intervals multiplied by 100
per session. The level of agreement for positive and negative interactions were calculated
separately. The average level of agreement for positive interactions for Angelica was 86% and
94% for Eliza. The average level of agreement for negative interactions for Angelica was 90%
and 92% for Eliza.
Experimental Design and Procedure
A nonconcurrent multiple baseline across participants design was used to evaluate how
an ACT training (ACTr) and daily ACT activities affected teachers’ interactions with their
students and impacted teachers’ psychological flexibility.
Baseline
During baseline, the researcher observed each teacher for 30-min of a class period during
a desired time of the school day as indicated by the teacher. Each teacher was asked to provide
times during the day that were challenging for students and that the teacher was comfortable with
observations taking place. During the observations, the teacher was informed to instruct class as
they normally would, and the researcher collected data on positive and negative interactions. For
Angelica, these observations typically occurred during language arts. Angelica would teach a
lesson for about half of the observation and then allow time for independent or group work
before transitioning to lunch. Eliza’s observations occurred right before lunch as well and
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typically involved a whole group lesson or small group lessons. Whole group lessons consisted
of the entire class sitting on the carpet to do an activity together. Small group lessons consisted
of Eliza pulling 3-4 students to sit around her desk to work on a worksheet or reading
assignment.
ACT Training (ACTr)
After collecting baseline data, a brief training on ACTr was conducted. This training took
place at school during the teacher’s free time in either the teacher’s classroom or a private
conference room or office. The training lasted approximately thirty minutes for each participant
and consisted of a PowerPoint presentation on the history of ACTr, an explanation of the
hexaflex, and examples of each area within the hexaflex. An explanation of each area of the
hexaflex is explained below and mirrors what was presented in the PowerPoint to each teacher.
Values. The first area of the hexaflex the training covered was values. Values are rules
that function as verbal motivating operations that increase or decrease the potency of a punisher
or reinforcer that is produced by the overt behavior the individual engages in (Tarbox et al.,
2020). Values training focuses on identifying motivating principles that may guide the individual
to engage in ongoing action that align with those values they have identified (Harris, 2009).
Some examples of values could include being a good friend, being healthy, and being organized.
Essentially, these values should act as ongoing motivating operations to engage in behaviors (or
committed actions, which will be explained next in the training) that would align with those
values. During the training each teacher was asked to identify values they have in life, not related
to school (school values were saved until the post-training activities). This helped the researcher
identify whether the teacher understood the difference between values and goals. For example,
Angelica identified being a healthy person as a value and Eliza stated she wanted to be caring
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and helpful. These were considered values because they are characteristics that one must
continue to work on to maintain.
Committed Action. The next area that was addressed was Committed Action.
Committed Action is the process of identifying actions one can take to ensure they continue
working towards or acting in alignment with their values (Hayes et al., 2006). If a value the
teacher identified was to be healthy, a committed action they could engage in might be setting a
goal to drink 64 oz of water or eat one serving of fruits and vegetables a day. This is considered a
committed action because the individual is engaging in behaviors that would guide them toward
a value they have: being healthy. Once the researcher had explained and identified examples of
committed actions, they had the participant identify their own committed actions related to the
values they identified earlier (not related to school, this was saved for the post-training
activities). This practice was to ensure that the teachers had an understanding of how to create
committed actions that align with their values. A committed action that Angelica chose was to
drink at least one water bottle a day, this aligned with her value to be a healthy person. A
committed action that Eliza chose was to check in with her colleagues weekly and offer help to
them, this aligned with her value of being caring and helpful.
Defusion. According to Hayes (2006), defusion, the third area of the hexaflex, is the
process of altering the undesirable functions of thoughts and other private events rather than
trying to alter their form or decrease their frequency. One aspect of defusion is to teach
individuals that our thoughts are nothing more than stimuli within our environment and are
products of our verbal behavior (Tarbox et al., 2020). The purpose of this practice was to teach
the participant to alter the notion that their thoughts are true by training the participant to create
space between themselves and their negative thoughts.
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Acceptance. In this process of the hexaflex, the researcher explained that acceptance is
the act of allowing our private events to be as they are rather than attempting to decrease or
remove them (Harris, 2009). The goal of acceptance is to teach individuals to allow these private
events (e.g., stress, embarrassment, anxiety, etc.) to occur and to expose the harmful effects that
may be the result of attempting to decrease or remove those private events (Harris, 2009). An
example of not engaging in acceptance would be if an individual had an issue with a roommate
stealing their clothes, anytime the individual goes to confront the roommate about it, they begin
to feel anxious (e.g., sweating, increased heart rate, tight chest, etc.). Rather than asking the
roommate for their clothes back and to request the roommate asks before wearing their clothes,
the individual decides to avoid confronting the roommate. This results in the roommate
continuing to take clothes without permission and continuing to not return the clothes that they
took. After providing examples, the researcher provided a scenario to the participant which
required them to identify how they would use defusion and acceptance.
Present Moment Awareness. This process in the hexaflex was very similar to
mindfulness practices. The aim of this process was to teach the participants to be able to tact
their own attending behavior, in turn this tact might function as a discriminative stimulus for the
participant to redirect themselves back to the present moment (Tarbox et al., 2020). Put
differently, present moment awareness is the process of training individuals to tact when they are
attending to their private events rather than attending to stimuli in their observable environment.
For example, an individual may notice they are having an anxiety attack (e.g., increased heart
rate, tight chest, difficult swallowing, etc.) while performing on stage, the individual may attend
more to the way their chest feels, how fast their heart is beating, etc. than they are to the task
they should be engaging in at the time, performing on stage. In this situation, the goal is to
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redirect the individual to the present moment. This was taught by training the individual to tact
things within their observable environment. This allows the individual to defuse from the
negative thought or scenario and be present with their observable environment.
Self-as-Context. Tarbox et al. (2020) explains that self-as-context can be conceptualized
as teaching flexible perspective taking, similar to what is taught through Relational Frame
Theory (RFT). During this section the researcher emphasized that self-as-context is primarily
used when individuals create rules about themselves, such as “I am an anxious person and that is
why I react that way” (Tarbox et al., 2020). The purpose of self-as-context is to train the
individual to alter the notion that their private events are a part of their identity (e.g., I am an
anxious person). The researcher provided the participant with the same scenario used earlier in
the training; however, the participant was now asked to identify how they would use present
moment awareness and self-as-context in this scenario to ensure their understanding of these two
areas.
During each area of the hexaflex the participant was required to provide an example to
show their understanding. Feedback was provided if the participant was unable to identify an
example or provided an inaccurate example. The participants were allowed to ask questions or
for further explanation throughout the training as they were told this training would only occur
once throughout the study. The purpose of this training was to explain what ACTr is and each
area of the hexaflex to save time during intervention to solely focus on the activities per area.
Post-Training Activities and Observations
After the brief training on ACTr, the researcher met with the teacher once to three times a
week for 10- to 15-min prior to the start of the school day or during the last 10- to 15-min of the
teacher’s lunchbreak or planning period. During those 10- to 15-min meetings, the researcher
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provided two activity sheets related to two of the six areas of the hexaflex. After each activity
session, the researcher observed the teacher for 30-min during their class period. Frequencywithin-1-min-interval data on positive and negative interactions between the teacher and students
was collected during these 30-min observations. An explanation of each activity is described
below.
Values. This activity was given during the first post-training activity session. For the
values activities the researcher provided the teacher with a paper and pencil. The researcher
reminded the teacher of the activity they did during the ACTr in which they created a list of
values they had in their life. During this activity, however, the teacher was asked to identify
values they have as a teacher. This activity was modified and taken out the ACT Made Simple
textbook (Harris, 2009). This activity requires an individual to imagine they are at their 18th
birthday, however for relevance of this study the participants imagined they were at their
retirement and every one of the students they had during their career was at that retirement party.
The teacher was then asked to write down characteristics of themselves they hoped those
students would say about them (e.g., this teacher was always helpful, this teacher was always
optimistic, this teacher was always enthusiastic and eager to see us learn). See Appendix C for a
copy of the modified activity.
Committed Action. This activity was given during the first post-training activity session.
In this activity, the teacher was provided with a prompt taken out of the ACT Made Simple
textbook (Harris, 2009). This prompt guided the teacher to create value-based committed actions,
or goals. The prompt used the acronym SMART goal to create goals that are Specific,
Meaningful, Adaptive, Realistic, and Time-framed. During the activity the teacher was required
to specify immediate goals, short-term goals, medium-term goals, and long-term goals (See
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Appendix D for a copy of the guide). A few of Angelica’s committed actions were to provide
more tokens and provide more compliments to her students throughout the day. Eliza chose to
create more fun learning activities like Kahoot quizzes for her students.
Defusion. This activity was given during the second post-training activity sessions. As
stated in the training the purpose of defusion is to alter the notion that our thoughts are true
through training individuals to create space between our thoughts and our self (Hayes, 2006).
This was taught during the post-training defusion session through an activity taken from the ACT
Made Simple textbook (Harris, 2009). This activity consisted of the teacher writing a negative
thought they had during a stressful teaching situation and write it on a sticky note or index card.
The participant was then instructed to hold the sticky note or index card in front of their face
while they had a conversation with the instructor. This was to show how hard it can be to focus
on our observable environment when we are fused to our thoughts. The next step was to have the
participant engage in a conversation again, but this time they were to slowly move the sticky
note or index card from in front of their face to their lap. The purpose of this step was to train the
participant how creating space between ourselves and our negative thoughts can prevent us from
fusing to our negative thoughts. More examples of these questions are in Appendix E.
Acceptance. As stated during the training, acceptance is the process of training
individuals to allow for their aversive private events to be present rather than trying to reduce or
eliminate those feelings (Harris, 2009). This activity was given during the second post-training
activity sessions. In this activity the researcher provided a scenario in which a student was
misbehaving, the participant was then asked to describe how they normally would react. The
teacher was then asked to explain how they could use acceptance in this scenario, this required
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the teacher to tact the negative behaviors that the student was engaging in rather than reacting
negatively to the students’ behaviors. See Appendix F for example.
Present Moment Awareness. This activity was given during the last post-training
activity session. This activity required the participant to tact the five senses. This was done by
the researcher telling the participant to state something they smell, something they can taste,
something they can hear, etc. The purpose of the activity was to train the participant how they
can redirect themselves to attend to the environment rather than hyper focusing on a private
event or a past aversive event. See Appendix G for a copy of this activity.
Self-as-Context. This activity used another mindfulness technique, good self/bad self,
and was conducted during the last post-training activity session. In this exercise the researcher
followed a similar script provided from the ACT Made Simple textbook (Harris, 2009). During
this activity, the researcher prompted the participant to imagine they were having a rough day, all
their students were misbehaving, and they were having the thought that they were a “bad
teacher,” They were asked to think of this as their ‘bad self’ and to write this negative thought on
a sticky note or index card. The participant was then instructed to hold this negative thought in
front of their face, have a conversation, and then describe how the conversation felt with that
negative thought in front of their face. They were then asked to write a positive thought on the
other side of the sticky note or index card, engage in another conversation and explain how that
conversation felt. Finally, the participant was required to engage in conversation again with the
sticky note or index card on their lap and explain how that conversation felt. The purpose of this
activity was to teach the participant that having these thoughts did not make them a part of their
identity. See Appendix H for a copy of the script used for this activity.
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Follow-up
Each activity per hexaflex was conducted once and follow-up sessions occurred
immediately after. These sessions were identical to baseline sessions with a 30-min classroom
observation of the teacher engaging with their students. Follow-up was conducted to ensure that
the activities occurring prior to the sessions in the treatment phase were not a prompt to engage
in the desired behavior.
Treatment Integrity
A task analysis for implementing the ACTr and the ACT activities was used for scoring
treatment integrity (see Appendices I-O). Each task analysis consisted of step-by-step
instructions on how the researcher was expected to implement the training and activities with the
teacher. The research assistant checked whether the researcher implemented the procedures
correctly for each step. The researcher added up the number of steps completed correctly and
divided that by the total number of steps in the task analysis to calculate the level of treatment
integrity. Treatment integrity was collected at the initial training session for Angelica and for
66% of intervention sessions. For Eliza, treatment integrity was not taken at the initial training,
however treatment integrity was taken for 33% of intervention session. Level of treatment
integrity across both teachers was 100%.
Social Validity
A social validity questionnaire was administered to the teachers at the end of the study
(see Appendix P). This measure evaluated the teachers’ opinions on a Likert type scale from 1 to
5 for each aspect of the intervention (the ACTr and the various activities). The questionnaire
contained 12 statements pertaining to the ACTr and ACTr activities. The purpose of the
questionnaire was to gage the overall understanding of ACTr and each area of the hexaflex after
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the initial training as well as the overall satisfaction with each activity. Additionally, the
questionnaire provided information on if each participant utilized these techniques outside of
sessions and observations. The average rating for each statement was between a four and a five.
(See Table 1).
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Chapter 3: Results
As seen in Figure 1 both participants had a slight increase in positive interactions. For
Angelica, positive interactions occurred 0.15 times per minute during baseline, and in
intervention positive interactions increased to an average of 0.2 occurrences per minute. In
Angelica’s follow-up sessions, positive interactions occurred on average 0.21 occurrences per
minute. For Eliza average positive interactions during baseline were 0.15 times per minute and
increased to an average of 0.27 times per minute during intervention. However, during follow-up
Eliza’s positive interactions decreased to an average of 0.16 instances per minute.
Results of negative interactions can be seen in Figure 2. For Angelica, an average of 0.46
negative interactions occurred per minute during baseline. This average decreased immediately
to 0.06 instances of negative interactions per minute in the intervention phase. However, at
follow-up Angelica engaged in an average of 0.15 instances of negative interactions per minute.
Eliza had an average of 0.18 instances of negative interaction per minute during baseline. In
intervention Eliza’s average negative interaction per minute decreased to 0.12 instances. In
follow up, Eliza’s average negative interactions decreased to 0.04 instances per minute.
Results of the AAQ-II and the ITS questionnaires are reported in Figures 3 and 4. Both
participants indicated slightly higher levels of psychological flexibility post follow up than in
baseline (Figure 3). For the ITS measure, Angelica had about a 40% decrease in level of stress
reported. However, Eliza had a 6% increase in level of stress reported (See Figure 4).
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Table 1
Averages of Teacher Ratings on ACTr Training and Activities.

Note. This table represents each teachers’ overall satisfaction with the training and activities.
Each teacher provided a score based off the 5-point rating scale, a 1 being it was not helpful or
relevant to a 5 being helpful and relevant. The teachers provided a score for each of the 12
statements listed above. The average rating was calculated for each participant and presented in
this table.
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Teachers' Positive Interactions with Students
Baseline

ACTr Activities

Follow Up
Angelica

0.5

Response Per Minute of Positive Interactions
Axis Title

0.3

Axis Title

0.4

0.3

0.2

0.1

0

Eliza

0.5

0.4

0.2

0.1

0
1

2

3

4

5

6

7

8

9

10

11

12

13

Sessions

Figure 1:
Line Graph of Teachers’ Positive Interactions with Students
Note. Frequency of positive interactions from teachers to students during baseline, ACTr
activities, and follow-up
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Teacher's Negative Interactions with Students
ACTr Activities

Baseline

Follow-Up

0.6

Angelica
0.5

0.4

Student's planned last day

Axis Title

Response Per Minute of Negative Interactions

0.3

0.2

0.1

Student's actual last day

*

*
0
0.6

Eliza

0.5

0.4

0.3

0.2

0.1

0
1

2

3

4

5

6

7

8

9

10

11

12

13

Sessions

Figure 2:
Line Graph of Teachers’ Negative Interactions with Students
Note. Frequency of negative interactions from teachers to students during baseline, ACTr
activities, and follow-up. The asterisks represent days in which the student was pulled from the
classroom. The arrows indicated the student’s intended last day and actual last day.
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Figure 3:
Bar Graph of Psychological Flexibility Score
Note. This figure shows the psychological flexibility scores from the AAQ-II for baseline, postintervention and at follow up. Scores increased from baseline to post-intervention for each
participant.
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Figure 4:
Bar Graph of Teachers’ Stress Level
Note. This figure shows the results of the index of teaching stress scale. Reports of stress
decreased significantly for Angelica; however, a slight increase in stress was reported by Eliza.
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Chapter 4: Discussion
The purpose of this study was to evaluate the impact ACTr had on teacher’s covert and
overt behavior through measuring their stress and psychological flexibility and the amount of
positive versus negative interactions they had with their students. Results indicated that both
teachers showed some reductions in negative interactions with their students. Positive
interactions appeared to increase initially but remained variable throughout the study. These
results are encouraging and add to the literature as few studies evaluate observable behaviors that
might be associated with change from the ACTr intervention sessions.
In alignment with other ACTr literature, the AAQ-II was used to measure each
participants psychological flexibility. Pingo (2010) and Pingo et al. (2020) reported little to no
change from pre to post baseline on the AAQ-II questionnaire, these findings were similar to
those in our study. For both participants, scores on the AAQ-II only showed very small increases
from pre to post baseline. With this measure being a self-report measure it is hard to control for
external variables that could be influencing the participant’s responses, therefore it cannot be
determined if these reports are accurate and how much the ACTr impacted the individual’s life
without additional measures. Additionally, a specified inclusionary and exclusionary criterion
was not created for the AAQ-II, this aligns with other studies that did not exclude participants for
having high levels of psychological flexibility during baseline (Pingo, 2019). Other studies such
have suggested that the AAQ-II may not be an effective measure for evaluating ACT
interventions (McConachie et al., 2014; Palilunas, 2015). Due to this limitation, each
participant’s job performance was evaluated as well. The research on ACTr with job
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performance is very limited. Three studies were found that evaluated ACTr and job performance
(Pingo, 2010; Pingo et al., 2020; Saint, 2019). Of those three, two of the studies used additional
interventions, therefore it could not be determined if ACTr alone was successful in improving
job performance. Saint (2019) only utilized ACTr to improve job performance but was
unsuccessful. Given this limited research on ACTr and job performance, this study aimed to
determine if ACTr alone might be capable of improving job performance. The job performance
measure of interest in this study was interactions with students. It might be worthwhile for future
studies to evaluate other measures with teachers including student engagement and academic
performance as these might also be indicators of job performance.
There were a few limitations that should be noted. One being the inability to recruit more
than two participants. With the COVID-19 pandemic and the 2021-2022 school year being the
first full year in person, there was a huge shortage of staff in the public schools thus putting more
responsibilities on teachers. This alone likely resulted in increases in stress for teachers and the
time commitment for participating in a research study was too much for some teachers.
Therefore, additional research on the impact of ACTr with a variety of teachers including middle
and high school teachers and those in different types of classrooms should be evaluated to
determine the efficacy of ACTr.
It should also be noted that a majority of Angelica’s negative interactions were directed
towards one student in particular. This student engaged in high rates of aggressive and
noncompliant behaviors. There were a few sessions in which this student missed school and
during follow-up the student relocated schools. These factors may have impacted the overall
average rate of responding for negative interactions. As for positive interactions, it is evident that
substantial change did not occur for either participant. Future research may want to evaluate the
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impact of a feedback or incentive component in conjunction with ACTr to increase positive
interactions between teachers and students.
Additionally, the low average of IOA for Eliza was a limitation. There are two potential
reasons for these low averages. One, the frequency of positive and negative interactions being
low in each session could have heavily impacted agreement rate. For example, if one researcher
reported one instance of a positive interaction during the 30-minute observation and the other
researcher reported zero then agreement level would be 0%; well below the ideal 80%
agreement. A second potential reason for low averages could be due to the gap in time between
recruiting and starting the study with each participant. Due to difficulties with recruitment, there
was a slight gap in time between both participants. Three weeks elapsed between the last
intervention session in which IOA data was collected for Angelica to the next IOA session with
Eliza. Therefore, it is likely the second observer may have needed retraining prior to collecting
data with the second participant.
Despite these limitations, ACTr appeared to be successful in decreasing negative
interactions with students that maintained through follow-up sessions. Positive interactions
slightly improved as well; however, it is advised that additional components be added to this
treatment package to see a more substantial change in these types of interactions would occur.
Additionally, further research is needed to evaluate the impact ACTr has on job performance and
how it correlates with individuals self-report of stress and/or psychological inflexibility.
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Appendices
Appendix A – AAQ-II
AAQ-II
Below you will find a list of statements. Please rate how true each statement is for you by
circling a number next to it. Use the scale below to make your choice.
1

2

3

4

5

6

7

never
true

very seldom
true

seldom
true

sometimes
true

frequently
true

almost
always true

always
true

1. My painful experiences and memories make it difficult for me to live a
life that I would value.

1

2

3

4

5

6

7

2. I’m afraid of my feelings.

1

2

3

4

5

6

7

3. I worry about not being able to control my worries and feelings.

1

2

3

4

5

6

7

4. My painful memories prevent me from having a fulfilling life.

1

2

3

4

5

6

7

5. Emotions cause problems in my life.

1

2

3

4

5

6

7

6. It seems like most people are handling their lives better than I am.

1

2

3

4

5

6

7

7. Worries get in the way of my success.

1

2

3

4

5

6

7

This is a one-factor measure of psychological inflexibility, or experiential avoidance. Score the
scale by summing the seven items. Higher scores equal greater levels of psychological
inflexibility.
Bond, F. W., Hayes, S. C., Baer, R. A., Carpenter, K. M., Guenole, N., Orcutt, H. K., Waltz, T.,
& Zettle, R. D. (2011). Preliminary psychometric properties of the Acceptance and
Action.
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Appendix B – Teacher Stress Index

Keyes, J.B., & Dean, S.F. (1988). Stress inoculation training for direct contact staff working with
mentally retarded persons. Behavioral Interventions, 3(4), 315-323.
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Appendix C – Values Activity
Researcher: Imagine you are at your retirement and all the students you have ever taught are
in the room. Several of your students stand up to give a toast in your honor. What are some
things they may say to describe your teaching style?
*pause for teacher to list characteristics on their teaching style; researcher will write these
down*
Researcher: Now imagine they are describing your character, what sort of things might they
say defined you?
*pause for teacher to list characteristics of themselves*
Researcher: Would you say those characteristics are what you want to be perceived as a teacher?
If so, I want you to write those down on a piece of paper.
*pause for teacher to write down*
Researcher: Remember in the training when you made a list of values for your life, these were
characteristics that you wanted to be perceived as, such as being a good friend. I want you to
take the characteristics that you listed and create values from them. Remember that they
should be ongoing motivators, not achievable goals.
Harris, R. (2009). Values. First Edition (Ed.), ACT Made Simple: An easy-to read primer on
Acceptance and Commitment Therapy. (pp. 202-203). New Harbinger Publication Inc.
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Appendix D – Committed Action Activity

Harris, R.(2009). Committed Action. ACT Made Simple: An easy-to-read primer on Acceptance
and Commitment Therapy. (pp. 210). New Harbinger Publication Inc.
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Appendix E – Defusion Activity
Researcher: I want you to think of a scenario in which you feel stressed out in class. Describe
the behaviors that the students are engaging in and the thoughts you are having.
*Pause for teacher to describe scenario*
Researcher: Now I want you to take one of those negative thoughts you have and write it on
this index card.
*Pause for teacher to write down negative thought on index card*
Researcher: Now we are going to have a conversation, but while we are talking, I want you to
hold up the index card right in front of your face with the negative thought facing you. I want
you to leave it there while we have a quick conversation.
*Researcher and participant have 2-minute conversation*
Researcher: How was it like attending to the conversation while having that negative thought
right in front of your face?
*Pause for teacher to respond*
Researcher: Now we are going to have another conversation, but as we are having this
conversation, I want you to slowly move the index card from your face, once it gets down to
your lap leave it there as we continue our conversation.
*Researcher and participant have a 5-minute conversation*
Researcher: What was different with this conversation from the first conversation? As the
index card went down did you notice a difference in what you were attending to?
*Pause for teacher to respond*
Researcher: The point of this activity was to teach you about defusion. Sometimes we tend to
fuse to our thoughts, meaning we tend to focus on our thoughts and have a hard time creating
space between our thoughts and our self. That is the point of defusion, to create space between
the two so that we can attend to what’s happening in our present environment.
Harris, R. (2009). Defusion. ACT Made Simple: An easy-to-read primer on Acceptance and
Commitment Therapy. (pp. 125). New Harbinger Publication Inc.
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Appendix F – Acceptance Activity
Researcher: For this next activity we are going to learn acceptance. Just a reminder from the
training, acceptance does not mean agreeing, rather allowing something to happen or allowing
that not everything can be controlled or changed. One way of accepting a negative thought or
challenging behavior that may be occurring in the classroom, is by simply stating it as a fact.
For example, say that one of your students has been engaging in various noncompliant and
disruptive behaviors. You are starting to feel really stressed and doing your best to redirect the
student. You are almost at your breaking point, and then the student throws a pencil at you.
You could get upset and say to yourself, “I can’t believe how badly they’re behaving today” or
“I can’t believe that just happened!” or you could accept that this is happening by stating to
yourself “the pencil was thrown” then moving on and continue to redirect the student. Now,
let’s practice. Let’s say you have a student who has been engaging in tantrums at least twice a
day, three times a week. You have various interventions in place, and you have been
implementing them with 100% accuracy. You just started implementing, so there’s a slow start
to behavior change, and occasionally the behavior gets worse because they’re no longer
getting the result they desire by engaging in these tantrums. One day, the student is having a
rough day and has had at least 4 tantrums halfway through the school day. You’re at your
boiling point and trying your best to continue to implement the interventions. The student then
flips a desk over. How would you normally react?
*Pause for teachers’ response*
Researcher: And how could you respond that would signify you are accepting this event.
*Pause for teachers’ response*
Researcher: Next time you’re in a situation in which you feel like you are at your boiling point
and a student acts out, could you use this exercise to help you accept the situation and continue
working towards your values/goals?
Harris, R, (2009). Acceptance. ACT Made Simple: An easy-to-read primer on Acceptance and
Commitment Therapy. (pp. 14-16). New Harbinger Publication Inc.
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Appendix G – Present Moment Awareness Activity
Researcher: For this activity, we are going to practice attending to stimuli in the environment.
We are going to do this by going through the five senses. First, I want you to look around the
room and tell me something you see that’s blue
*pause for participant to respond *
Researcher: Now tell me something you can smell in the room?
*pause for participant to respond*
Researcher: Now tell me something you can taste?
*pause for participant to respond*
Researcher: What is something you can hear right now?
*pause for participant to respond*
Researcher: And last what is something you can feel right now?
*pause for participant to respond*
Researcher: The point of this activity is to train your mind to attend to things related to the
environment in that moment rather than focusing on past or future events or hyper-focusing on
one thing in the environment. For example, focusing on the negative things like problem
behavior happening while teaching rather than attending to the bigger picture. Next, time you
are in a stressful situation you could try this technique to help you recenter yourself.
Harris, R. (2009). Present Moment Awareness. ACT Made Simple: An easy-to read primer on
Acceptance and Commitment Therapy. (pp. 164-165). New Harbinger Publication Inc.
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Appendix H – Self-As-Context Activity
Researcher: For this activity, we are going to do a mindfulness exercise, in which we will be
role-playing, and I will ask you a few questions. For the purpose of this exercise, imagine you
are having a rough day at work; none of your students are performing well on the assignments
you gave; you have explained the assignment several times and provided several examples, but
they are still not understanding, and you have a few students that aren’t paying attention, so
you raise your voice at them, but they continue to not pay attention. At this point you may be
feeling hopeless and could maybe have the thought that you are not a good teacher. This can
be considered as your “bad-self.”
*pause*
Researcher: Now let’s switch to a different scenario. You explain this new unit to your
students, you provided many examples, offered a lot of help to your students outside of class,
and this results in high scores on the unit test. You may be feeling excited and happy for your
students and proud of the hard work you put into teaching this unit. You may have the thought
that you are a great teacher.
*pause*
Researcher: Now I want you to take this index card and, on the front, write “I am a bad
teacher,” and on the back write “I am a good teacher.” Much like the index card exercise we
did, we are going to have a conversation with the index card in front of your face. I want you
to have the “I am a bad teacher” side facing you first. Now let’s have a conversation.
*Researcher and teacher have conversation*
Researcher: How was that conversation? Were you more focused on the card or the
conversation or focused on both? If you were focused on just the card or on both, how would
that be helpful in engaging in conversation?
*Pause for teacher to respond*
Researcher: Now let’s try the conversation again with the “I am a good teacher” side facing
you.
*Researcher and teacher have conversation*
Researcher: How was that conversation? Were you more focused on the card or the
conversation or focused on both? If you were focused on just the card or on both, how would
that be helpful in engaging in conversation?
*Pause for teacher to respond*
Researcher: Now let’s try the conversation again with the index card on your lap.
*Researcher and teacher have conversation*
Researcher: How was that conversation? Were you more focused on the card or the
conversation or focused on both? If you were focused on just the card or on both, how would
that be helpful in engaging in conversation?
*Pause for teacher to respond*
Researcher: The purpose of this activity is to help you realize that it’s okay to have these
thoughts of ourselves, sometimes, but that doesn’t make them true. Next time you have these
thoughts during class, I want you to think back on your values and committed action’s goal list
and decide if these thoughts you are having are helpful with your ongoing action.
Harris, R. (2009). Self-As-Context. ACT Made Simple: An easy-to-read primer on Acceptance
and Commitment Therapy. (pp. 181-183). New Harbinger Publication Inc.
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Appendix I – ACTr Treatment Integrity Data Sheet
Steps
Researcher provides participant with printout notes of slides
Researcher describes purpose of ACT
Researcher describes Psychological Flexibility/Inflexibility
Researcher describes Experiential Avoidance
Researcher explains the hexaflex model
Researcher defines what Values is
Researcher provides examples of Values
Researcher has teacher list values
Researcher defines what Committed Actions is
Researher provides examples of Committed Actions
Researcher has teacher list committed actions related to the values they had
just identified
Researcher asks teacher if they have any questions regarding values and
committed actions
Researcher defines what Defusion is
Researcher provides examples of Defusion
Researcher defines what acceptance is
Researcher provides examples of acceptance
Researcher gives teacher a scenario and asks them to describe how they
would use acceptance and defusion in this scenario
Researcher asks the teacher if they have any questions regarding acceptance
and defusion
Researcher defines what present moment awareness is
Researcher provides examples of present moment awareness is
Researcher defines what self-as-context is
Researcher provides examples of self-as-context
Researcher provides same scenario as above and asks teacher how they
would use present moment awareness and self as context in this scenario
Researcher asks the teacher if they have any questions regarding self as
context or present moment awareness
Researcher asks if they have any questions on the model as a whole

Completed
(Yes/No)
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No

Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
Yes/No
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Appendix J – Values Activity Treatment Integrity Data Sheet
Steps
Completed (Yes/No)
Researcher has a copy of the script for the activity
Yes/No
Researcher gives teacher a paper and pencil for the activity
Yes/No
Researcher tells teacher to imagine they are at their retirement and a few of
Yes/No
their students gives a toast
Researcher tells teacher to imagine in the toast they describe their teaching
Yes/No
style
Researcher asks teacher to state what they think the students would say
Yes/No
Researcher tells the teacher to now imagine they are describing their
Yes/No
character
Researcher asks the teacher to state what they think the students would say
Yes/No
Researcher asks the teacher if these characteristics are how they want their
Yes/No
teaching and their character to be perceived as
Researcher asks to write those characteristics down
Yes/No
Researcher reminds the teacher of the practice they did during the training
Yes/No
Researcher gives an example of a value that the researcher gave during the
Yes/No
training
Researcher asks the teacher to create values for their teaching style and how
Yes/No
they want to be as a teacher
Researcher reminds teacher that these should not be goals and should be
Yes/No
ongoing motivators
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Appendix K – Committed Action Activity Treatment Integrity Data Sheet
Steps
Completed (Yes/No)
Researcher gives teacher pencil, paper, and activity from textbook
Yes/No
Researcher reminds teacher of the committed actions they came up
Yes/No
with during training
Researcher explains first step to participant
Yes/No
Researcher asks participant if they have any questions
Yes/No
Researcher explains second step to participant
Yes/No
Researcher asks participant if they have any questions
Yes/No
Researcher explains what SMART goals are
Yes/No
Researcher has participant practice making a generic SMART goal
Yes/No
with two of the values listed above
Researcher has participant write immediate goals
Yes/No
Researcher has participant write short-term goals
Yes/No
Researcher has participant write medium-term goals
Yes/No
Researcher has participant write long-term goals
Yes/No
Researcher asks participant if they have any questions
Yes/No
Researcher tells the teacher they can refer back to this list and their
Yes/No
values list as often as they want to remind them of their values and
actions for them to engage in
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Appendix L – Defusion Activity Treatment Integrity Data Sheet
Steps
Completed (Yes/No)
Researcher has materials needed for this activity out (script, index
Yes/No
card and pencil)
Researcher reminds the teacher of the purpose of Defusion
Yes/No
Researcher asks teacher to imagine a scenario in their classroom that
Yes/No
makes them feel stressed
Researcher asks the teacher to identify thoughts and feelings they
Yes/No
have during those situations
The researcher asks the teacher to write one of those negative
Yes/No
thoughts on the index card
The researcher asks the teacher to hold the index card (negative
Yes/No
thought facing the participant) while they have a conversation
Researcher and participant have a conversation
Yes/No
Researcher asks the participant to describe how it made them feel to
Yes/No
have that negative thought in front of their face while having a
conversation
The researcher tells the participant they will have another
Yes/No
conversation
Researcher asks participant to slowly move the index away from
Yes/No
their face while they are having a conversation and have them keep
the index card in their lap until conversation is over
The researcher asks the participant to describe how that conversation
Yes/No
felt for them and how it differed from the last conversation
The researcher explains the purpose of this activity and reiterates the
Yes/No
purpose of defusion
The researcher asks the teacher if they have any questions
Yes/No
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Appendix M – Acceptance Activity Treatment Integrity Data Sheet
Steps
Completed (Yes/No)
No materials are present during the activity other than the script for the
Yes/No
researcher to follow (none are needed for the activity)
Yes/No
The researcher reminds the teacher of the purpose of Acceptance
Yes/No
The researcher provides a scenario for the teacher
Yes/No
The researcher asks the teacher to explain how they would normally react
in this scenario
Yes/No
The researcher asks how they would use acceptance to in this moment
Yes/No
The researcher asks the teacher if they could try using these skills the next
time, they’re in a stressful situation
Yes/No
The researcher asks the teacher if they have any questions
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Appendix N – Present Moment Awareness Activity Treatment Integrity Data Sheet
Steps
Completed
(Yes/No)
No materials are present during the activity other than the script for the
Yes/No
researcher to follow (none are needed for the activity)
The researcher explains present moment awareness as they had in the training
Yes/No
The researcher explains how the activity will work (naming the five senses)
Yes/No
The researcher asks the teacher to name something blue that they see in the
Yes/No
room
The researcher asks the teacher to name something they smell in the room
Yes/No
The researcher asks the teacher to name something they can taste in the room
Yes/No
The researcher asks the teacher to name something they can hear in the room
Yes/No
The researcher asks the teacher to name something they can feel in the room
Yes/No
The researcher explains the purpose of this activity
Yes/No
Researcher asks the teacher if they have any questions
Yes/No
The researcher recommends using this the next time they are in a stressful
Yes/No
situation

46

Appendix O – Self-As-Context Activity Treatment Integrity Data Sheet
Steps
Completed (Yes/No)
Researcher has all materials available (script and an index card)
Yes/No
Researcher tells the teacher they will be doing a mindfulness roleYes/No
play exercise
Researcher tells the teacher to imagine a scenario
Yes/No
Researcher tells the teacher to imagine they are having the thought
Yes/No
that they are a bad teacher
Researcher tells the teacher to imagine a new scenario
Yes/No
Researcher tells the teacher to imagine they are having the thought
Yes/No
that they are a good teacher
Researcher tells the teacher to write “I am a bad teacher” on one side
Yes/No
of the index card and “I am a good teacher” on the other side of the
index card
Researcher tells the teacher to have the “I am a bad teacher” side
Yes/No
facing in front of them
Researcher tells teacher to have a conversation with them
Yes/No
Researcher asks the teacher how the conversation went and what they
Yes/No
were more focused on?
Researcher tells the teacher to have the “I am a good teacher” side
Yes/No
facing in front of them
Researcher tells the teacher to have a conversation with them
Yes/No
Researcher asks the teacher how the conversation went and what they
Yes/No
were more focused on
Researcher tells the teacher to place the index card on their lap
Yes/No
Researcher tells the teacher to have a conversation with them
Yes/No
Researcher asks the teacher how they felt the conversation went and
Yes/No
what they were most focused on
Researcher explains the purpose of this activity
Yes/No
Researcher to asks the teacher to try this technique in the future when
Yes/No
they are having similar thoughts to these and to identify how they
algin with their values and committed actions
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Appendix P – Social Validity Rating Scale
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